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Abstract 
 
This paper presents the results of a study designed to determine how teachers working in vulnerable school situations evaluate 
their teacher training. The research was undertaken using an objective methodology, applying a Likert type of additive scale to a 
sample of teachers (n=30) in Chile's Araucania region. The results reveal a positive assessment of the traditional aspects of 
teacher training but a negative evaluation of key aspects of performing with vulnerable children, as well as working in rural 
situations and indigenous contexts. These data call into question the teacher profiles being built without consideration for the 
needs and contexts in which they will be performing. 
© 2015 The Authors. Published by Elsevier Ltd. 
Peer-review under responsibility of Academic World Education and Research Center. 
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1.  Introduction 
 
Teacher training is an area of concern for public education policy around the world, because its traditional 
orientation is not responding to today's complex educational requirements. The reforms being promoted recognise 
the central role of teachers in the projected educational change and this represents progress, as in the past the 
emphasis was placed on the curricula, management, regulations, infrastructure, school textbooks etc. 
In Chile, teacher training and professional performance are also seen as key factors in the achievement of student 
learning and for improving the education system. This can be seen in the introductory pages of the many teacher 
training programmes that have been implemented in the last twenty years: the Programme for Strengthening Initial 
Teacher Training, PFFID, CHILE, 1997; the Higher Education Quality and Equity Programme, MECESUP, CHILE, 
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1997; and in the guideline standards for teacher training courses published recently by the Education Ministry; 
Primary School Pedagogy, 2011; Secondary School Pedagogy, 2012. 
The programmes to renovate teacher training in Chile respond basically to two requirements. Firstly, there is the 
demand generated by the implementation of the educational reform during the 1990s. The second is the curricular 
reorientation towards the model based on competencies imposed from the international context in the framework of 
the ALFA Tuning Latin America Project, which seeks to harmonise teacher training across the region. Adhering to 
this model of training programme design is currently a prerequisite for higher education institutions being able to 
access public funding. 
The referential frameworks which guide the harmonisation of training programmes fail to consider at least three 
fundamental socio-educational aspects. The first is the cultural and ethnic diversity which characterises Chile. The 
diverse contexts in which teachers must work, in both the demographic dimension (rural and urban areas) and the 
ethnic dimension (indigenous and non-indigenous) are omitted and the specific needs of communities and territories 
are therefore postponed (Turra et al., 2013). Secondly, because these frameworks are based on the interests and 
objectives of public policies and academic knowledge, they fail to consider the cumulative knowledge that teachers 
have gained from their experience; the professional experience of the teacher communities situated in the field 
(Ferrada and Turra, 2012). The third aspect is training for contexts of school vulnerability, a concept taken from 
education policy, which regards vulnerability as a situation which defines students and schools, because of their low 
socio-economic levels, poverty and social exclusion. This concept is used as a way of focussing state education 
programmes (Ferrada et al., 2013). 
This is why specialist research into teacher training has questioned the quality of training programmes and the 
fact that they are subjected to continuous curricular reviews without first duly evaluating the strengths and 
weaknesses of the programmes being redefined (Cisterna, 2011; Ferrada et al., 2013). The following are among the 
criticisms which have been made: the poor coordination between teacher training and training in the specialist field; 
the distance between learning from curricular contents and understanding the theoretical-practical nature of 
pedagogical action; the lack of connection between initial teacher training and the school system and teachers' work 
in context (MINEDUC, 2006; Lara, Förster & Gorichon, 2007).  
The reduction in the sources of information which feed these programmes (public policy designers and academic 
experts), and the lack of consideration of teachers in territories and contexts where education takes place are among 
the key factors which explain the inefficacy of teacher training programmes. 
Starting from these facts, this article presents the results of research undertaken with teachers at schools with high 
vulnerability in the Araucania region. Located in the southern portion of central Chile, this region is home to a large 
part of the Mapuche indigenous people. According to official statistics, 25% of the region's pupils are of Mapuche 
origin, while more than 50% of the children enrolled at 470 schools in the region are of Mapuche origin (Araucania 
Plan, 2011). This situation determines the inter-ethnic and inter-cultural nature of the school context. Furthermore, 
more than half of the schools in this region are located in rural areas. 
 
2. Aims of the present study 
 
This study has the following objectives: 
 
1. To find out how teachers working in highly vulnerable schools evaluate their initial teacher training. 
2. To identify areas of teacher training which are critical to professional performance in school vulnerability 
contexts. 
 
 
3. Methodology 
 
3.1. Paradigm and type of research 
 
At the base of the study is the objectivist or empiricist perspective, a paradigm which enables the attitudes and 
evaluations of the subjects to be analysed using quantifiable dimensions which give shape to the externalist focus in 
social research (Orti, 1995). 
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An instrumental case study methodology was used (Stake, 2005), ensuring that its focus was on generalizing 
from a set of specific situations. The instrumental case looks at teachers who graduated in special needs education 
from a university in the Araucania region, whose replies enable us to analyse a more general phenomenon, such as 
their evaluation of how their initial teacher training impacted their professional performance in school vulnerability 
contexts. 
 
3.2. Population and Sample 
 
The study's target population consists of the special needs teachers who have graduated from a local university. A 
representative sample of 30 teachers (n) was chosen for this case. They were all female and selected at random from 
a list built using research criteria. 
The criteria for inclusion in the study sample (n=30) were: a) they were working in highly vulnerable schools in 
the Araucania region, that is those schools with a School Vulnerability Index (SVI) score of over 80; and b) they had 
graduated from teacher training in the last five years, a period of time which enables the link between the initial 
training processes and professional performance to more closely identified. 
 
3.3. Information gathering technique 
 
A Likert-type additive scalewas used as a research technique, as it enables the sample's assessment of the object 
of the study to be quickly and broadly understood. 
The instrument consisted of three dimensions, which sought to determine the evaluation of the initial teacher 
training: (1) general aspects of the training, (2) training for working in vulnerable situations, (3) training in 
pedagogical knowledge. The first dimension has 6 items, the second has seven and the third has 10. 
The instrument was validated through expert opinion (two methodologies) to determine the validity of contents, 
leaving the most relevant items. A pilot was applied to a sample of four teachers who fulfilled the same 
requirements as the research population, at two different moments in time (test-retest method) with the objective of 
determining their reliability. Cronbach's Alpha coefficient was applied to determine the high consistency of the 
instrument. 
The instrument applied contains both favourable and unfavourable items, although the former predominate and it 
is organized using a four point scale: SA (strongly agree), A (agree), D (disagree) and SD (strongly disagree). A 
midpoint was not given because it was considered that the teachers must have an opinion and/or assessment 
regarding the object of the study. 
 
3.4. Analysis of the information 
 
To analyse the information, the response frequency observed for each item was quantified and grouped  by 
percentile. First the data were subject to a general reading and then a more in-depth study was made of the most 
discrepant items with regard to the study variable, namely training in teaching competencies for working in contexts 
of school vulnerability. 
 
4. Results  
 
The following table presents an overview of the information compiled: 
 
 
Table 1. Summary of the responses on the Likert scale 
DIMENSION I: GENERAL ASPECTS OF INITIAL TEACHER TRAINING 
ITEM SA A D SD 
 f % f % f % f % 
1. The disciplinary training I received has provided me with the tools 
I need to work in my area. 
14 47 16 53 _ 
 
_ 
 
_ _ 
2. The curriculum of my initial teacher training course was relevant 
to the educational context of the Araucania region. 
11 37 14 47 5 17 _ _ 
3. The curriculum of my initial teacher training course is relevant to 
meeting the educational needs of the pupils. 
10 33 16 53 4 13 _ _ 
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4. In general terms, I can say that the training I received on my 
course was relevant for working in contexts of vulnerability. 
14 47 12 40 4 13 _ _ 
5. My initial teacher training course enabled me to enter the school 
environment easily. 
18 60 11 37 1 3 _ _ 
6. My initial teacher training enabled me to work collaboratively 
with other professionals. 
21 70 7 23 2 7 _ _ 
DIMENSION II: TRAINING FOR PERFORMING IN CONTEXTS OF VULNERABILITY 
ITEM SA A D SD 
 f % f % f % f % 
7. I received sufficient training for working in a rural location. 4 13 10 33 14 47 2 7 
8. I received sufficient training for working in an indigenous context 
(cultural and linguistic diversity). 
2 7 5 17 18 60 5 17 
9. I received sufficient training for working in contexts of diversity.  14 47 16 53 _ _ _ _ 
10. I received sufficient training for working collaboratively 
withteachers. 
16 53 9 30 5 17 _ _ 
11. I received sufficient training to work collaboratively 
withprofessionals. 
17 57 10 33 3 10 _ _ 
12. I received sufficient training to work with parents and guardians. 14 47 13 43 3 10 _ _ 
 
13. I received sufficient training for managing support networks 
which favour learning and quality of life. 
14 47 15 50 1 3 _ 
 
_ 
DIMENSION III: TRAINING IN PEDAGOGICAL KNOWLEDGE 
ITEM                               SA A D SD 
 f % f % f % f % 
14. I received sufficient training in schoolroom atmosphere and 
school coexistence. 
13 43 10 33 7 23 _ _ 
15. I received sufficient training in curriculum planning. 4 13 16 53 10 33 _ _ 
16. I received sufficient training in didactic strategies. 9 30 18 60 3 10 _ _ 
17. I received sufficient training in assessing learning. 14 47 15 50 1 3 _ _ 
18. I received sufficient training in how to reflect on my own 
practice. 
25 83 5 17   1 3 
19. I received sufficient training in managing IT for teaching. 15 50 11 37 4 13 _ _ 
20. I lacked the ability to manage curricular content.  5 17 16 53 6 20 3 10 
21. I found it difficult to organize the class.  2 7 10 33 12 40 7 23 
22. I felt confident working with parents and guardians. 12 40 13 43 4 13 1 3 
23. I lacked tools for teaching the contents. 2 7 12 40 8 27 8 27 
f: frequency 
Source: Developed by the authors 
 
In general, the data show a positive or favourable evaluation with respect to the initial teacher training received at 
university for the three dimensions of the study. This trend is more clearly observed in dimension I, where there is 
the greatest number of responses expressing satisfaction with the teacher training in general terms. 
However, for some items in the other two dimensions, it can be seen that there is a significant number of 
responses concentrated into the categories expressing dissatisfaction or an unfavourable evaluation with respect to 
the training received. Examples include dimension II, items 7 and 8; dimension III, items 15, 20, 21 and 23. 
However, the items where there is the most significant variance from the general trend are dimension II (items 7 
and 8), where a very unfavourable assessment is made of the training in teaching competencies for performing in 
situations of school vulnerability. 
The following graphs (figures 1 and 2) show the information illustrating the poor assessment of the training, both 
in the aspects of training for working in a rural location and for working in an indigenous context. Points were 
assigned for these two cases according to the components of the categorized scale: -2 (SD), -1 (D), 1(A), 2 (SA): 
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Source: Developed by the authors 
Figure 1. Assessment of responses to item 7 
 
 
 
 
Source: Developed by the authors 
Figure 2. Assessment of responses to item 8 
 
The queries raised about the initial teacher training in these two areas of professional performance are interesting 
and a matter of concern for teacher training establishments, because among the socio-educational characteristics of 
the southern portion of central Chile and of the Araucania region in particular are a high proportion of children of 
indigenous origin in the school system and also a predominance of rural schools.  
The teachers regard their university training as poor in both these areas, while linking their initial training with 
the professional preparation for performing in the inter-ethnic, socio-cultural and rural context in which their school 
is inserted. Their in-situ professional experience leads them to question the processes of harmonising teacher 
training to an international standard while failing to consider teacher perspectives in the changes made to the 
curricula. 
While the common and traditional aspects of teacher training (dimensions I and III) have been positively 
evaluated, those complex dimensions of the teacher activity linked to diverse educational scenarios, minority and 
excluded groups (such as indigenous people), are more debatable. This raises the issue of their weak handling by the 
training institutions and means that any graduate teacher who is hired to work in these contexts is taking on a job for 
which he/she has not been prepared. 
 
5. Conclusions 
 
The group researched positively evaluated the teacher training they received at university, particularly in the 
general training aspects and the preparation of pedagogical knowledge. They gave a lower assessment of the training 
for performing in situations of vulnerability.  
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Two training areas for performing in situations of vulnerability were assessed very poorly and/or brought into 
question. These were training for working in rural locations and for working in indigenous contexts from the point 
of view of cultural and linguistic diversity. The low evaluation of these areas calls into question the current teacher 
training processes, whose stated aims are to improve the learning results of pupils in vulnerable schools.  
It is commonly understood that teacher performance is a key element for any educational transformation, so it 
seems reasonable to propose the need to link teacher training policies and programmes with current school 
scenarios, in particular those comprising the category of school vulnerability.  
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